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CHAPTER I 
INTRODUCTION 
Although the matter of discipline in the elementary 
school tends to be a problem of pe~nanent and consistent 
concern to educators since it is of vital importance in the 
development of the child1 there has been little, if any 
research done on the responsibility of the elementary 
principal concerning discipline. 
The primary purpose of the study is to determine the 
responsibility or the elementary principal in disciplinary 
matters and learn what methods are recommended by principals 
and teachers as being most effective in controlling and 
maintaining discipline. 
The duties of an elementary principal are many. It 
is essential that he give careful attention to children's 
personal, social, and civic development. Included in his 
program of character development are school control and 
school discipline. 2 
lThomas J. Caruthers, "Discipline as a Means of 
Development,"~~ Delta Kappan, XXXV (1953-1954), 
13?-139. 
2George c. Kytet The Principal ~ ~ (Boston: 
Ginn and Company, 1952}, p. 404. 
Pearl A. Wanamaker in her views on the principalship 
offers this thought: 
The title "Principal" implies leadership. The 
principal of the future~will naturally assume the 
responsibilities the title implies. Outstanding among 
his abilities will be his understanding of people, his 
belief in the democratic processes, and his willingness 
to reach decisions through group discussions.3 
William C. Reavis in the same article stresses 
2 
leadership, which to him implies the ability to interpret 
and implement the findings of research on child growth and 
development, and the skills needed in the supervision of 
instructive management of pupils and teachers and dealing 
with parents and other individuals who in some way influence 
the school.4 
McNally also stresses leadership, which to him is a 
dynamic, absorbing, demanding process dealing with human 
beings. He seems to feel that the smooth running of an 
elementary school, supervision of records, efficient running 
of an office, etcetera is not leadership. In fact, McNally 
gives his opinion of what the principalship means in the 
following: 
3Pearl A. Wanamaker, "The Future of the Principal-
ship," The National Elementary Principal, XXVIII 
{September, 1948), p. 274. 
4william C. Reavis, "The Future of the Principal-
ship," The National Elementary Principal, XXVIII 
(September, 1948), 280-281. 
3 
Principals were expected to be superior teachers who 
were given the responsibility for the efficient operation 
of school routine--making and enforcing policies and 
regulations governing the life of the school and 
assuring compliance with policies and regulations. 
Today's elementary school principal must be a 
dynamic, educational leader of people, not simply an 
administrative figurehead. The administrator must work 
with the people to set up goals, establish responsi-
bility, develop programs, and evaluate results. The 
purpose of the administrator thus becomes the purpose 
of the educational stafr.5 
According to Yauch, the elementary principal must be 
a student of human relations and must become an expert in 
the duidance and leadership of people. 0 
From the time of the establishment of the principal-
ship in its earliest form, the school principal has been 
expected to assume the responsibility for the guidance of 
the pupils. If a pupil became a problem to the teacher in 
management or control, it was the duty of the principal to 
give assistance to the teacher in bringing the pupil into 
line with the purpose of the school.7 
5Harold J. McNally, •challenge of the Elementary 
School," The National Elementary Principal, XXVIII 
(April, ... 19'48), p. 14. 
Owilbur A. Yauch, "Human Relations in Elementary 
School Administration," T.he National Elementary Principal, 
XXVIII (April, 1949}, 30-34. 
7Paul B. Jacobson, William C. Reavis, and James D. 
Logsdon, Duties of School Principals, (New York: Prentice 
Hall, Inc., 1950!; p. 117. 
The elementary principal of today is a designated 
leader in one of democracy's primary institutions, and as 
such, is not to be considered as the school disciplinarian, 
chief guidance official, or a benevolent despot empowered 
to mete out punishment or lavish praise according to his 
own personal whims and fancies. The principal who assumes 
such a role destroys in a large measure his own oppor-
tunity. Teachers should do all in their power to keep the 
principal from becoming identified with such an authori-
tarian role. This can be accomplished if teachers will 
observe the following suggestions: (1) desist fram threat-
ening the child with the principal's wrath; (2) do not 
4 
avoid classroom responsibilities by sending all troublesome 
children to the principal's office; and (3) do not insist 
that the principal mete out punishment which they themselves 
are reluctant to administer.8 
The attitude of schools and teachers toward discipline 
has recently come in for critical examination and evalua-
tion as the result of two separate but very closely related 
factors; the current attacks on public schools and the 
8charles R. Spain, Harold D. Drummond, and 
John I. Goodlad, Educational Leadership and the Elementary 
Principal, (New York: Rinehart & Co., IiiC:"", 1956) 
206-210. 
highly publicized examples of juvenile delinquency.9 
It must be remembered, however, that in any hetero-
geneous school population unpleasant situations will often 
be created by pupils from time to ttme, and each specific 
act must become a learning situation for both the group and 
the individual. 
It has been said that how a teacher handles them de-
pends on whether he has a great mind or a small one. 
Great minds understand that what is not known must 
be made known before any person can be held responsible 
for it. The small mind rarely allows human error, 
especially the kind caused by emotion.lO 
5 
One must also remember the objectives of discipline 
and its ultimate goal; pupil growth in abilities, attitudes, 
and habits which are essential to acceptable and self-
directed behavior. 
9William. c. Reavis, .!2.2.• .2!1• 
lOJmily Harrison, "Discipline: Great Minds and Small 
Minds," Clearing House, XXVIII (January, 1954), p. 299. 
CHAPTER II 
REVIEW OF LITERATURE 
It has been repeatedly stated by educators that the 
whole child goes to school. Thus all aspects of the child's 
growth--physical, mental, social, and emotional--must be 
given due consideration and attention in the instructional 
progr~. One integral part of the total growth is character 
development which includes social control or discipline. As 
applied to behavior, discipline may be considered as: 
(1) the process or result of directing or subordinating 
immediate wishes, impulses, desires, or interests for the sake 
of an ideal or for the purpose of gaining more effective 
dependable action; (2) persistent, active, and self-directed 
pursuit of some selected course of action, even in the face 
of obstacles or distraction; (3)direct authoritative con-
trol of pupil behavior through punishments and/or rewards; 
and (4) negatively, any restraint of impulses, frequently 
through distasteful or painful means.l 
In the first two definitions, the emphasis is on be-
havior of an individual or group, while in the last two the 
emphasis is placed on control or restraint of behavior by 
others. Controls of conduct may be defined as follows: 
lcarter v. Good, ed., Dictionary of Education, 
(New York, McGraw Hill Book Company, l94!T, p. 184. 
---· 
"Those rules, accepted practices, social codes, authorities 
or influences that act as restraints upon and provide dir-
ection for the activities of individuals or groups.•2 
Webster's dictionary reveals the following meanings 
for the ter.m, "discipline•: (1) treatment suited to a 
~ 
' 
disciple or learner; education; development ot faculties by 
instruction and exercise; (2) training to act in accordance 
with established rules; accustoming to systematic and regu-
lar action; drill; (3) subjection to rule; submissiveness 
to order and control; habit ot obedience; and (4) correc-
tion; chastisement inflicted by way of correction and train-
ing; hence, training through sutfering.3 
Sheviakov says that the first two imply a specific 
method compatible with salt-respect, integrity, and relative 
freedom ot the individual who is in training; number three 
prescribes subjugation to the will ot another person and 
denies freedom of the individual. It indicates a habit ot 
obedience and chastisement, and tour specifically prescribes 
the method, •training through suftering.•4 
2 ~., P• 98. 
3Franklin J. Meine (ed.), Webster's Enc~lopedic 
Dictionary, (Bew Yorki Caxton House, inc., 19 ), p. 212. 
. ~G. v. Sheviakov and F. Redl, DisciRline tor Todaz's 
Children anA YQuth, New Revision by Sybil. Richardson, . 
ASsociation tor Supervision and Curriculum-Development, 
(Washington, D. Q.: NIA, 1956), 64 PP• 
-.....___ __ _ 
The first two definitions of Webster were ones ad-
hered to in philosophy and were the underlying principles 
tor discipline in the army during World War II. Sheviakov 
cited the army as one of the best examples of the change 
8 
in the concept of discipline and gave a most arresting 
comparison of the progress in thinking of the leaders of 
the army with the concept of the average teacher, principal, 
and superintendent. 
The concept of what constitutes good discipline has 
changed radically within recent years. The older standards 
were primarily concerned with the attitude of the pupil 
toward school and the teacher, but the modern discipline 
is concerned with the mental attitude of the pupil toward 
his work and his associates. Since the present-day disci-
pline may be identified with many qualities, it would be of 
advantage to look at some of the definitions given to the 
word, "discipline.• 
"Discipline" comes from the Latin root that gives the 
word, "disciple." From this, the problem of discipline 
would be to bring impulses and conduct of individuals into 
harmony with the ideas and standards of a master, leader, or 
teacher. Military discipline meant a type of training that 
would make a group of individuals instantly responsive to 
the will and command of the leader. Instantaneous response 
or obedience to commands and precision of movement in 
response to certain signals were the ends of miliary disci-
pline. School discipline for.merly meant the same type of 
subservience of the individual to the teacher. 
9 
Changing concepts and the development of a philosophy 
which recognizes the nature of individual rights have com-
bined to transform the meaning of discipline as being a 
phase of the educational process. While the school must 
continue to reflect some means of arbitrary dominance and 
repression, it also acknowledges the value of having the 
school life represent conditions of self-government and 
exercise of individual freedom checked by responsibility 
to the group as a whole. The new discipline is aware that 
measures which the school takes to control pupils should 
serve in so far as possible to illustrate the necessity for 
law and order in a civilized society; and that these meas-
ures should be administered, when possible, in such a manner 
that the individual will feel them as necessary for work and 
for the welfare needs of the group. 
In addition to these meanings, there are many state-
ments which supplement them and develop a framework for the 
study of the important matter of discipline. A general and 
broad view is given by Olsen who thinks that the goals of 
most theories of discipline are more than obedience, and 
10 
should include the concepts of self-reliance, self-control, 
initiative, and independence of action.5 
Since the child is under the direction of the teacher 
during the school day, control and discipline are closely 
interwoven with instruction and learning. The educative 
purposes of control are consequently the same as those 
governing learning. Since the aim of education is the op-
timum development of the individual as a worthy member of 
our American democratic society, control must be democratic 
control or self-control. As applied to the individual, the 
concept of salt-control rests on the teacher's recognition 
ot the worth and dignity or each and every person. Self-
control in the class is based on self-respect of every child 
and on the respect of each individual tor every other person 
in the group. Self-control becomes extremely important to 
individual welfare and to society as a whole. Discipline, 
then, seems to be the development through guidance, of nec-
essary understandings, attitudes, habits, and abilities that 
will enable the individual to enjoy the democratic way of 
living and assume responsibilities for its perpetuation and 
improvement. 
The idea of submissiveness to order and control or 
5willard 0. Olson, Child Development, (New York: 
D. C. Heath Co., 1949), p. 227 •. 
11 
punishment is not often mentioned in definitions of disci-
pline. Bather, it is to be noted that in many of the given 
definitions, the concept of discipline is guidance. 
Hollingshead tells us, "Discipline is a socialization 
of the child through guidance. Socialization means the pro-
cess by which the individual becomes a member of the group.•6 
Self-control, developed through normal class activi-
ties under teacher guidance, meets the individual's needs, 
appeals to his interest, and is in keeping with the indivi-
dual's maturation. Discipline becomes acceptable because it 
is a way to do something which we deeply desire. Without 
discipline there is no worthwhile achievement, nor formation 
of good habits. 
In order to predict and control behavior, it is impor-
tant to consider what motivates the behavior. For behavior 
which does not carry with it its own natural consequences, 
it is necessary to set up consequences arbitrarily. The 
nearest approach to natural consequences and an effective 
way of controlling children's behavior is by the establish-
ment of a clear line of demarcation between what is per-
mitted and what is not permitted, and consistency in adher-
ing to that distinction. It gives a child a feeling of 
security to know where the boundaries and freedoms are. Not 
6Dorothy Barucht !!! Iaas in Discipline, (New York: 
Whittlesey House, 1949}, P• . • 
12 
to know the limits and freedoms of his environment leads to 
tear and anxiety from potentially dangerous behavior in 
which he might engage. The more we live according to stand-
ards, the more secure we feel in what we do. 
Maintaining good discipline is a subtle art. The 
teacher who is skilled in disciplinary procedure is one who 
causes the learner to see that discipline is desirable. She 
can bring about acceptance on the part of the learner, and 
good discipline results. Good reasons for doing or not 
doing things foster ready acceptance, intelligent con-
formity, and a high degree of permanency of self-control. 
At the present time, psychologists are making a new 
-demand tor guidance in nursery schools, kindergartens, and 
elementary schools, on the basis that many of the conflicts 
and maladjustments of young people in high school and in 
work originate from the neglect of the child in his earlier 
periods. It this is true, neglect of the personal problems 
ot children in the elementary school period may result in 
emotional disturbances which may seriously affect person-
ality patterns of the individual concerned. 
Satisfactory solutions to these problems can scarcely 
be expected from disciplinary methods that merely compel 
modifications in patterns of behavior. Such measures not 
only fail to resolve the conflict in question, but may tend 
to create new conflicts that result in new anomalies of 
behavior. All children need guidance--the rebellious, the 
constant menace, and the •quiet one• who is so often over-
looked. Every child needs adjustment to live in this 
constantly changing world. 
13 
Kyte tells us that discipline is a continuous adjust-
ment of the child to the changing social order. His school 
experiences, contacts with his classmates, and the person-
alities ot his teachers add to the complexity of his 
problems. 7 
Discipline here includes making the child's experi-
ences contribute to the right type of development. School 
control involves the formulation of attainable standards 
and realizable ideals of conduct. The broad objectives ot 
discipline should be that of preparation of the child to 
take his place in an adult world as a well-adjusted, self-
disciplined person with an understanding and appreciation of 
sound ethical and moral behavior. Benjamin tells us: •Free 
discipline is always self-enforced. It is the foundation ot 
the individual's freedom in a society. A well-adjusted 
child is a well-disciplined child.•8 
7George c. Kytet The Principal ~Work, (Boston: 
Ginn and Company, l952J,.p. 404. 
8Harold Benjamin, •we Develop Discipline for 
Freedom", Childhood Education, XXVII (January, 1951). 
14 
To be well-adjusted, the child must understand him-
self and his own actions. He must be able to find harmony 
and balance between the two. A well-adjusted person is one 
who is happy and comfortable in the role he plays in life. 
The problem of discipline in school, because it is 
one of human relationships, proves to be difficult. The 
function of providing a situation in which learning will 
take place is frequently referred to as discipline. In good 
discipline, the relationships between pupils and between 
pupils and teacher should be such that the most effective 
learning situation will exist. Definitions which consider 
discipline as order maintained in a classroom point directly 
to a most important phase of educational procedure. When 
peer group processes operate and personalities interact, the 
need is greatest for order as a means of developing the 
individual within his own immediate social environment. 
Misbehavior, like all forms of behavior, originates 
in the individual's social learning. Some discipline can be 
wholesome, some unwholesome. Wholesome discipline consists 
in such treatment as will enable the child to, in due time, 
make wise decisions on his own responsibility. This can be 
accomplished by substituting the •inner• for the •outer" 
control or in other words, developing the child's conscience. 
Responsibility is concerned not only with routines in 
.-. the school room, but also with habits, skills, attitudes, and 
social relationships both in school and out. The child 
needs opportunity to work at his own pace with the full 
responsibility for the outcome of his efforts. Responsi-
bility does not come merely through exposure to its oppor-
tunity. Specific plans for the child's growth in responsi-
bility must be provided by the school. 
A new program of school discipline proposed must 
plaoe more responsibility on the child. Behavior 
problems must be treated as a child's problem with the 
teacher assisting in its solution. Each child must be 
made to feel responsible for his own actions. We must 
discontinue the practice of all problems being the 
teacher's problems while the child busies himself cre-
ating new ones.9 
Those who believe that the child must be shielded 
from serious thought because of the burden of life must 
discontinue such thinking. The child who enjoys complete 
responsibility will develop into a responsible adult. 
Hence, discipline may be here defined as "growth in respon-
sibility.• 
Discipline may often be defined as "character train-
~ 
ing.• The word, •discipline" most often brings to mind 
ideas of punishment and subjugation to the will of another 
person; but in its broader sense, "discipline" is a method 
., 
of teaching, instruction, and training. The first idea is 
9w. Linwood Chase, •Developing Responsibility in the 
Elementary School", (Panel~Discussion), Elementary School 
Principal, 29:33-49, February, 1950. 
-"' 
16 
consistent with depriving the individual of self-esteem and 
integrity, while the second idea is consistent with individ-
ual freedom. Thus, discipline becomes synonymous with 
character development. 
Included in the principal's program of character 
education are school control and school discipline. Disci-
pline must be interwoven into the guidance and learning 
programs. Since, as has been stated, the child is under 
control of the teacher most of the day, scnool control be-
comes largely "class control." 
The concept of control from the standpoint of the 
formulated educational purposes include: (1) insight into 
right conduct, (2) ability and disposition to act in accord-
ance with developed understanding, and (3) the ideals which 
should emerge from the pupil's experiences. Development of 
self-control by the pupil, and the guidance in it by the 
teacher become essentials in the instructional program. 
Therefore, emphasis should be placed on all normal learning 
experiences which contribute to the effective and continuous 
adjustment of the child to the changing social order. Dis-
cipline may be considered as a social control. School 
discipline is merely social control within the school group. 
Its essence is that subtle thing called •school spirit" and 
is exemplified in the order and orderlin;ss of the sch~o1.10 
1°George Kyte, loc. cit. 
1? 
Yeager tells us that recently school control has come 
to mean something internal--a response to an inner stimulus 
or impulse. The function of discipline may be summarized as 
a conditioning process to fit individuals to live with and 
for others as useful members of society. The ultimate 
objective of school discipline is pupil growth in abilities, 
attitudes, and habits essential to acceptable and self-
directed behavior. The immediate objective is to maintain 
effective work conditions. Thus, each breach of acceptable 
behavior is a relative matter for which there is no standard 
remedy. 11 
It is generally agreed that traditional autocratic 
discipline such as physical punishment does not produce 
socially accepted behavior. Discipline for democratic liv-
ing is not a matter of autocratic rule on the part of the 
teacher or principal, but of the individual and group eon-
trol. 
Democratic discipline will bring about changed 
behavior on the part of the pupils in terms of the good of 
the group, together with a functional understanding of demo-
cratic living. 
llwilliam A. Yeager, •school Control•, Administration 
and !a! Pupil, (New York: Harper Brothers,~l949), 251-260. 
18 
The passing concept of the educative value of disci-
pline was associated very closely with training young people 
in obedience to authority, in doing distasteful things with-
out protest, and developing patience, endurance and self-
restraint. Changes that have taken place in modern objec-
tives and principles center on an increased emphasis on 
per.manent educational values as compared with that of train-
ing pupils to desire to do acceptable and useful things 
rather than the destructive, har.mful things; or training 
the individual to govern his own conduct, rather than be 
dependent upon the government of others. 
Yeager gives the following summary of present-day 
concepts of discipline by showing the contrast between the 
old and the new concepts of discipline. 
Old concepts are characterized by the following: 
prampt obedience 
external coercion 
demerits and de-
tention 
repressive methods 
of punishment 
soldier-like responses 
will of teacher predominates 
a pervading feeling of fear 
an uneasiness and annoyance 
on everyone's part 
The new concepts of discipline are characterized in 
the following manner: 
freedom and naturalness 
pupil compliance and 
responsibility based on 
inner control and desire 
to do the right thing 
self-direction 
immersed in a feeling ot 
the inner contor.mi ty in 
which reason plays a 
part 
group attitude and 
action associated in 
some form 
constituted authority 
always respected wher-
ever. located 
19 
individual freedom is 
never extended to the 
point where it interferes 
with the right of others 
child is led to see that 
authority of school or 
classroom is something 
more fundamental than the 
teacher~2 
Good discipline is in reality proper self-control in 
the interest of all. This philosophy reaches to the point 
where freedom of the child becomes fundamental to the natu-
ral progress and development of personality. 
The environment of the child becomes a matter of 
great importance. The child learns to meet problems and 
obstacles of his environment, anticipating its joys and 
profiting by its consequences. 
The philosophy underlying the new discipline is the 
same as that underlying the new education. The aims and 
methods of the new discipline make it a most important func-
tion of the new education. T.he aims are to make better 
humans and better citizens for a democratic society. Good 
citizenship is no accident. It is created by the interplay 
ot many social and psychological forces as they impinge 
upon the individual child. 
12william A. Yeager, Ibid. 
20 
Educators, psychologists, sociologists, and other 
authorities in the field of child behavior have set up many 
guiding principles for the practice of the "new discipline.• 
Implications of the "new discipline" are particularly no-
ticeable in the areas of democratic group living, individual 
development, and pupil participation. The disciplinary pro-
gram can be effective and successful in situations which are 
characterized by the following teacher skills and abilities. 
The teacher must: (1) possess a clear insight into psycho-
logical and sociological concepts of rational human behavior; 
(2) be aware of the implication of school discipline for 
character development and democratic living, as well as for 
success in teaching; (3) be able to perceive the interaction 
of environment and organic factors in personality develop-
ment; (4) recognize the necessity of studying children 
individually as members of the group in order to discover 
clues to each pupil's concerns, needs, interests, and behav-
ior patterns; and (5) acquire the skills to assist children 
in finding their own solution to problems in the area of 
personality development. 
Discipline prevents the development of undesirable 
behavior, and cures, in so far as possible, any pathological 
behavior which may have already developed by removing the 
cause. Individual diagnosis is of extreme importance and 
necessity. Usually misbehavior is generated by some tension 
~ 21 
or deprivation felt by the child. Though it may be neces-
sary to correct the child's actions immediately (a negative 
practice must often be employed for expediency or immediate 
good), the teacher has a responsibility to search for, and 
if possible, eliminate the causal factors of misbehavior. 
In the classroom it is frequently the symptoms which are 
considered and not the cause, since symptoms are clear and 
the causes may be hidden. The teacher often finds himself 
at a loss as to why the child acts as he does, and the child, 
himself, is not able to enlighten him.13 
Emotional hunger lies at the root of many discipline 
problems; and when an individual's basic needs are satis-
fied, he can, in many instances, develop a sense of his own 
selfhood. The more we accept the child's feelings, the more 
will he accept our rules. • child is neither good nor bad, 
but has the capacity for either. In order to have positive 
and lasting results, it is necessary to deal with feelings 
and actions. The real purpose for discipline will largely 
determine the kind of discipline to be used. 
It is advocated that teachers keep in mind the basic 
concepts of good discipline. Discipline is but a means to 
l3Harold W. Bernard, "T.he Mental Hygiene of Disci-
pline," Mental Hygiene~ C~assroom Teachers, (New York: 
McGraw~Hill Book Co., Inc., 1953), pp. 173-199. 
fi' 22 
an end, and is needed for every child. Pocility, con-
formity, and unquestioning acceptance of authority do not 
necessarily constitute good discipline; and on the other 
hand, what is often called disobedience in a child is often 
nothing more than his normal growth toward independence. 
For discipline to be effective, it should be of a positive 
nature and in accordance with democratic ideals. Effective 
discipline builds self-direction, and improves a youngster's 
perception of himself and the situation. Discipline, to be 
effective, should be consistent. Nothing is worse in child 
training than for those who do the training to disagree on 
disciplinary matters. This causes confusion which produces 
uncertainty, which in turn, results in resentment against 
the one in the right. Habits of correct behavior require 
practice, and practice should be continuous to the extent 
that acceptable behavior becomes more or less automatic. 14 
Effective discipline establishes and maintains rea-
sonable and well-understood l~~ts. Discipline and control 
should be positive forces rather than negative. Positive 
practices are those whose aim is to do ~he most immediate 
good, and it is discipline of this type which authorities 
agree is the best discipline. It is best to work with 
14 J. Murray Lee 
Development (New York: 
l958), PP• 521-547. 
and Doris M. Lee$, The Child and His 
appleton-Century-Crofts, Inc:;----
23 
pupils with an attitude of development and establish a set 
of operational principles that direct rather than dictate 
desired behavior. Long lists of rules tend to set up a 
cycle of negativism. A chaotic classroom is negative envi-
ronment that fosters poor mental hygiene, and rigid class-
room behavior is negative environment that fosters rebellion 
or introversion and impedes the development of wholesome 
independence. 
Constructive endeavors contribute to the good of 
group welfare, and as most children want to be accepted as 
group members, it would seem that the best corrective meas-
ures are frequently those which change the group goal rather 
than single out an individual for punishment or guidance. 
This tends to establish classrooms that encourage self-
discipline in an atmosphere of group self-direction and con-
trol. 
It may be well to remember that the majority of chil-
dren demonstrate the following qualities: 
1. A strong and maturing sense of responsibility 
2. A desire to be loved and approved 
3. A need to be accepted and respected 
4. ~ desire to be trusted and to be considered 
competent and capable 
5. A sense of fair play and a desire for justice 
5. Affection toward those whom they admire and 
respectl5 
The teacher who looks tor and finds these attributes in 
pupils will surely have fewer discipline problems. 
Certain environmental conditions such as social and 
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economic status, physical health and development, mental 
ability, home and family, community conditions, and group 
influences often contribute to and influence to a great 
degree a child's behavior. Inequalities in economic life 
are very real to the sensitive child who desires recognition 
by members ot his ovm age group. The influence of physical 
health and development or mental ability may be readily 
understood. The parent's attitude toward their children and 
discord in the home may often cause emotional tensions which 
result in behavior problems. Undesirable features ot com-
munity lite are factors which influence the behavior ot a 
child, often resulting in the fostering ot "gangs• which 
~ 
engage in destructive activities or cause formation ot det-
rimental habits. 
Only a small percent ot discipline problems can be 
traced to individual pupils. The individual's behavior is 
conditioned by the group of which he is a member. Conflicts 
15carl H. Baumgardner, •some Elementary Principles of 
Discipline,• School Review, 65:347-348, September, 1955. 
arising from personal relations will reflect themselves in 
the form or discipline problems. 
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The principles and conditions influencing discipline 
which have just been stated, have implications for the 
school in providing the opportunity for democratic group 
living, individual development, development or child respon-
sibility, participation in group living, and punishment and 
awards. 16 
For group living, social development is directed 
through control of the environment which is included in the 
functions of the principal and teachers in the school. Re-
sponsibility for making the total school environment con-
structive in its form and influence demands that there be 
concern with the associations and activities of pupils in 
the classrooms, on the playgrounds, and in the community. 
For individual development, the social objectives are 
not in conflict with the idea that discipline in the schoo~ 
should recognize the dignity ot each individual and his 
right to seek recognition and direct his own activities. 
In democratic situations, the welfare of the group 
and that or the individual complement one another. The 
school helps the child through well-planned group activities, 
16 
Marie A. Mehl, Herbert H. Mills, and Harl R. 
Douglas, Teaching!! ~Elementary School, (New York: 
Ronald Press Company, 1950), Chapter 6. 
and salt-control is developed in the best interests of the 
group. 
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Discipline is more than good classroom order. Both, 
without a doubt, are essential. Free discipline should not 
be sacrificed tor the sake ot order, but neither does it 
demand the sacrifice of the latter. They go hand in hand 
when children are led to see the results of their behavior 
and are taught how to correct their undesirable behavior in 
much the same manner as they are taught to read, write, and 
spell better. Teacher-pupil planning is a good guarantee 
for both order and discipline. 
Participation in the democratic process of accepting 
and sharing responsibility tor the general welfare is basic 
to living in a democratic society. The democratic society 
does not award the individual the freedom for which democ-
racy stands, but gives him a chance to achieve freedom 
through proper social actions. It exchanges,responsibility 
for freedom. Each individual is led to believe that his 
actions are not only significant to himself, but that they 
also affect the welfare ot other members of the group. In 
many areas of school lite, pupils may be properly given 
opportunities to make decisions tor the groups. 
Awards and punishments express love and approval, or 
disapproval ot a person, (teacher, principal, or parent) 
toward the child. Neither a child nor an adult can be 
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taught to be mature, well-adjusted, or responsible through 
the use of force or bribery. The aim of the school is to 
produce adults who function not for award or fear of punish-
ment, but for the good of the family or fellow citizens. 
The child's need for approval and affection should never be 
used as a bargaining point; as something he has to earn or 
buy. Awards and punishments may tend to fixate a child, 
blocking instead of promoting his maturation. 
Pending the arrival of ideal situations in home, 
schools, and society, it is not realistic to expect that all 
forms of pupil maladjustment can be prevented. If an indi-
vidual's overt behavior is detrimental to his O\Yn interests 
and those of the school group, it is necessary that his be-
havior be adjusted immediately and directly. ~though a 
pupil's behavior may have its origin in a general situation, 
the for.m of his behavior is usually specific and individu-
alistic. There is no general remedy or prescription, as it 
appears obvious that the effectiveness of discipline varies 
with the individual; but the following are some important 
considerations to bear in mind when dealing with violations: 
1. Bach violation is an individual case; therefore, 
all violations cannot be treated in the same man-
ner. 
2. The shy child should be treated with kindness. 
3. The more deliberately mischievous child may 
require more rigorous control. 
4. At times, it may become necessary to place 
restraints upon individual or group activities. 
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5. Discipline should never be administered while the 
disciplinarian is angry. 
The implications of discipline for successful teach-
ing may be shown by the emphasis which has been placed upon 
the teacher's ability to maintain good discipline. This 
emphasis has caused many teachers to consider maintenance of 
order as end itself, isolating and treating.it as a separate 
problem. 
teaching. 
Good order and morale are natural concomitants of 
The teacher has the responsibility of utilizing 
means which are psychologically and sociologically sound in 
dealing with violations when they occur. 
Understanding that behavior is caused by, and is often 
an attempt to meet some basic need, or that some basic need 
is not being met, disciplinary methods used should be those 
which are designed to prevent, reveal, and treat the causes. 
As a rule, misdemeanors are not committed with the idea of 
offending the teacher, but much behavior which is typical of 
normal children can be very exasperating and irritable to 
adults. Normal growing up is accompanied by certain types 
of behavior, and children experience difficulties at certain 
stages of growth and maturity. Typical school children 
have numerous inadequacies and deficiencies which should be 
chalked up to immaturity and inexperience rather than evi~ 
intent.17 Normal growing-up difficulties are also influ-
enced, as previously noted, by such factors as home, family, 
school associates, and community conditions. 
Disciplinary activities could be avoided or minimized 
to the almost negligible when learning situations afford: 
(1) rapport between teacher and pupils and between pupils, 
(2) anticipation of problem situations with some ready-made 
rules, reminders, and remedies available for immediate use, 
{3) creation of a •liking" to learn situation, (4) with-
holding of judgment until all the facts are in, {5) flexible 
standards of achievement, and {6) recognition of individual 
hobbies. 
The first responsibility of the teacher is to develop 
and maintain a classroom situation which will be conducive 
to continuous growth. Jn attempt should be made to provide 
an atmosphere and setting in which success, security, under-
standing, mutual respect, and opportunity to attain worthy 
educational goals are all pervading. The average teacher is 
interested in helping children, not just teaching subject 
matter, and feels that his first responsibility is to under-
17carl H. Baumgardner, £1t• ill·• p. 348. 
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stand the child's basic needs and pattern of growth so that 
undesirable behavior will have little opportunity to develop. 
Most situations can be taken care of with little difficulty 
if the teacher really understands the forces acting upon the 
child, his motives and the mechanisms at work by which he 
gains relief and satisfaction. 
There is always the chance of an individual who is 
bent on antagonizing, disrupting, or disturbing; who isolates 
himself from the normal work and play relationship of the 
group, thus making it necessary to go back and discover the 
existing conditions or problem which promote such behavior, 
identify the need, and plan the treatment. 
~cumulative record cards, observation, anecdotal 
records, and sociometric tests will assist in detecting 
recurrent patterns of behavior, recurring situations, and 
recurring environmental factors that have influenced a 
child's behavior. 
Discipline, thus, could mean desirable and effective 
organization, control, and management of a learning situa-
tion by means which are appropriate and defensible. It is 
best to work with pupils with an attitude of development and 
establish a set of operationals that direct rather than 
dictate desired behavior. 
CHAPTER III 
PLAN OF PROCEDUim 
The primary purpose of the study is to determine the 
responsibility of the elementary principal in disciplinary 
matters and learn what methods are recommended by principals 
and teachers as being most effective in controlling and 
maintaining discipline. 
In reviewing the literature on the subject of school 
discipline, two sources were found which, in some way, 
listed behavior problems with which the school is concerned; 
one a doctorate dissertation1 and the other a behavior rat-
ing sohedule.2 The instrument used in the dissertation 
presented a list of behavior items which occur frequently in 
the classroom. There were six main groupings, twenty sub-
topics, and eighteen items of behavior listed under these 
sub-topics. The behavior rating schedule contained fifteen 
items of behavior, many of which were duplicated in the 
dissertation. In constructing the instrument tor this study, 
lNellie M. Campbell, Dissertation: The Elementary 
School Teacher's Treatment of Classroom BehiV:ror (teachers 
College.Contr!but!on to Education, No. 668. New York: 
Teachers College, Columbia University, 1935), PP• 12-13. 
2Haggerty-Oison-Wickman, Behavior Rating Schedule, 
(Yonkers on the Hudson: . World Book Company, 1930). 
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the writer chose three items specifically taken from the 
behavior rating schedule which were not duplicated in the 
dissertation, with the other thirty-six items a combination 
of both lists as well as tram articles in the readings and 
actual classroom situations. The problems chosen were not 
necessarily considered to be the most important or the most 
serious, but were selected primarily because of their trou-
blesome nature and the frequency of their occurrence in an 
elementary school situation. 
The instrument consisted of two parts, the first 
section being in the for.m of a check list wherein the prob-
lems were listed and tour columns provided tor checking. 
Principals and teachers assisting in the study were requested 
to check beside each item one of the tour columns designat-
ing thusly, who, in their opinion, was responsible for 
discipline in such a situation; teacher, principal, or both. 
The fourth column was to be checked it the item liste4 was 
not considered to be an infraction. 
!he second part of the instrument was taken from the 
dissertation3 and grouped these same problems of behavior 
into six categories: 
I. Problems relating to classroom behavior 
II. Problems relating to difficulties with authorities 
or rules. 
III. Problems relating to difficulties in application 
to school work 
IV. Problems relating to immoral! ty 
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V. Problems relating to or describing aggressive and 
antagonistic personality traits 
VI. Problems relating to or describing w1 thdrawing or 
recessive personality traits. 
jDcampanying this grouping was a list ot nine disci-
plinary treatments which have been suggested and actually 
used in the correction and maintenance ot classroom disci-
pline; 
1. Physical (shook, whipped, turned child around) 
2. Censure (scolded, threatened, ridiculed, glared 
at, wrote name on board, required to put head 
down) 
3. Overtime or extra work (kept in, required child to 
repeat work, assigned writing or other unrelated 
work) 
4. Deprivation (changed child's place, deprived child 
of group activity, denied a privilege, took the 
article, forced child to return article, destroyed 
work) 
5. Ignoring 
6. Verbal appeal (reason, social welfare) 
7. Reward through social approval 
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a. Explanation or assistance in meeting the situation 
(suggested a pleasurable phase of activity, taught 
haw to meet the situation, offered to help with 
work, repeated directions, suggested another 
activity) 
9. Reward through privilege 
Some ot the problems might have been placed in any 
one of several categories, but the classification and com-
bination used seemed to be the most convenient. 
People assisting in the study were directed to write 
opposite each category the number of the treatment consid-
ered by them to be most successful, least successful, most 
frequently used, or least frequently used in treating the 
type ot problem included in that category. The same treat-
ment could be recommended for more than one category, or 
more than one treatment could be suggested tor the same 
category, since there is no specific way ot treating similar 
cases. Additional space was provided tor the suggestion ot 
any other treatment which might be considered ot value in 
correcting discipline problems, as well as for any comments 
which any one might care to make regarding the study. 
In order to obtain information and data for the study, 
a letter was sent to the superintendent ot twelve cities and 
towns in Massachusetts explaining the purpose of the study 
and requesting permission to carry on the study in his 
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respective school system, and the names of persons with wham 
to make contact. Js permission was received, the instrument 
was then sent to the principals so designated, for distribu-
tion among the elementarJ teachers. 
CHAPTER IV 
ANALYSIS OF DATA 
The primary purpose of the study was to determine the 
responsibility of the elementary principal in disciplinary 
matters and learn what methods are recommended by elementary 
principals and teachers as being most effective in control-
ling and maintaining discipline. 
The study was based on a questionnaire which was sent 
to elementary principals and classroom teachers in seven 
Massachusetts communities. ~though twelve communities had 
been contacted, several did not participate due to various 
reasons. 
Of one hundred ten questionnaires distributed, eighty 
(72.7 per cent) were returned. Twenty (25 per cent) of the 
- . 
responses were tram elementary principals, eighteen (90 per 
cent) of whom were supervisory principals, with twelve 
(66 2/3 per cent) of these being men. Of the sixty responses 
from classroom teachers, ten (16 2/3 per cent) were from 
male teachers. Because ot so few men involved in the study 
and because there was no apparent differentiation in their 
responses as compared with the replies from women teachers, 
no separate analysis is indicated. 
The first section of the instrument consisted of a 
list of behavior problems which are of common occurrence. 
In order to determine upon whom the responsibility for 
discipline in such behavior rests, participants were asked 
to check beside each item the column designating whom they 
believe to be responsible; teacher, principal, or both 
teacher and principal. 
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The behavior problems offered for consideration were 
those in the ensuing list: 
1. Failing to be reasonably still in seats 
2. Failing to remain in seat 
., 
3. llaking noise in general (entire class) 
•. 
4. Making noise in general (one or two children) 
5. Making noise with mouth (singing, humming, etc.) 
6. Making noise with feet 
7. Talking during the lesson 
8. Talking out of turn 
9. Talking during a silent study period 
10. Talking during dismissal 
11. Talking during changing of classes 
12. Responding slowly 
13. Ignoring directions 
14. Chewing gum or food 
15. Writing notes 
16. Being rude or discourteous to the teacher 
17. Being inattentive in class 
18. Being inattentive in a study period 
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19. Doing careless or untidy work 
20. Being unprepared with work 
21. Tardiness for school or class 
22. ~uarrelling with other children, pushing, kicking, 
etc. 
23. Interfering with the work or others 
24. Throwing and striking with stones or other 
articles 
25. Failing to follow rules of class or game 
26. Disagreeing over sharing 
-
27. Tale bearing 
28. Being rude or discourteous to other children 
29. Taking articles or stealing 
30. Being careless with property 
31. Cheating 
32. Masturbation 
33. Indecency in boys' or girls' rooms 
~ -
34. Being slow to acknowledge guilt 
35. Using profanity 
36. Truancy 
37. Temper outbursts 
38. Bullying, tormenting, teasing 
39. Obscene notes and talk or pictures 
T.he analysis or the data obtained from this part of 
~ the questionnaire may be seen in Table I. It is easily 
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discernible, upon examination of the analysis as shown, that 
in practically every behavior problem presented for delib-
eration, the responsibility is considered to be in the hands 
of the classroom teacher. 
The problems of behavior for which there seem to be 
no question but that the teacher is responsible are those 
which directly concern the classroom. Problems relating to 
immorality tend to become the responsibility of both princi-
pal and teacher as shown in Table I on Items 29 through 36. 
Cheating, Item 31, is the only behavior problem in this cate-
gory which veers from this and becomes the responsibility in 
main of the classroom teacher, due to the fact that this is 
a problem which could easily have been placed in one or more 
of the categories used. 
Throwing ~ striking ~ stones ~ other articles, 
Item 24, is evenly distributed between teacher responsi-
bility and principal responsibility, while seventy-one per 
cent of the responses placed the responsibility on both 
teacher and principal combined. 
Item 36, Truancy ~ school, is believed to be a 
problem which is under the jurisdiction of the principal by 
thirty-eight out of seventy-four responses. Only three 
responses placed the r.esponsibili ty for this behavior with 
the teacher, and thirty-three felt it to be the responsi-
·~· , bility of both principal and teacher combined. 
TABLE I 
THE NUMBER AND PERCENTAGE OF RESPONSES BY ao TEACHERS 
PLACING RESPONSIBILITY FOR DISCIPLINE 
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··· Item Teacher 
No. Responsi-
bility 
Principal 
Responsi-
bility 
Responsi- Not an Total 
l 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
3'1 
38 
39 
bility Infraction Resp. 
of Both 
No. ot % ot No. of % of No. of % ot No. of % of 
Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. 
67 91 l l 6 8 
65 81 6 a 9 11 
65 87 a ll 2 2 
68 a8 7 9 2 3 
72 96 l 1 2 2.7 
74 96 1 1.3 2 2.7 
76 98.7 1 1.3 
71 94.6 1 1.3 3 4 
73 97.3 2 2.7 
57 76 14 18.6 4 5.3 
42 63 2 3 19 28 4 6 
45 so 3 4 27 36 
67 87 10 13 
73 96 3 4 
63 87.5 5 7 4 5.5 
33 44 7 9 35 4 
64 93 4 6 l l 
74 96 3 4 
71 92 6 8 
66 89 8 ll 
17 22 13 16 49 62 
32 42.8 2 2.7 43 54.5 
62 81 15 19 
11 14.5 11 14.5 54 71 
67 88 1 1.5 a 11.5 
66 86.8 4 5.2 6 7.6 
71 94.6 3 4 1 1.3 
63 82 14 18 
12 15 8 10 60 75 
39 51.3 s 4 34 44.7 
56 76.7 2 2.7 15 20.5 
17 25.3 16 23.9 34• 50.6 
9 12.8 18 25.6 43 61.4 
41 53.3 4 5 31 40.3 1 1.3 
23 30.2 12 15.7 41 53.9 
3 4.1 38 51.3 33 44.5 
44 56 3 4 30 40 
32 42.6 4 5.3 39 52 
a 10.8 17 23 49 66.2 
74 
80 
75 
77 
75 
77 
77 
75 
75 
75 
67 
75 
77 
76 
72 
75 
69 
77 
77 
74 
79 
77 
77 
76 
76 
76 
75 
77 
80 
76 
73 
67 
70 
77 
76 
74 
77 
75 
74 
Concerning Item 21, Tardiness ~ school ~ class, 
seventeen out of seventy-nine felt that the teacher was 
responsible, but forty-nine out of the seventy-nine felt 
that this problem should be the responsibility ot both 
teacher and principal. 
41 
For Item 16 in the check list, Rudeness ~ discour-
tesz !2 !!! teacher, the responsibility, in the opinion ot 
those participating in the study, was almost evenly divided 
between teacher and teacher-principal responsibility. 
Responses tor Item 22, Quarrelling ~ other !A!!-
~' pushing, kicking, !!!:.• • showed that this item ot 
behavior is considered to be the responsibility of the 
teacher and principal together. 
Same of the items were checked as not being considered 
an infraction; but these responses were from teachers ot the 
primary grades where these torma ot behavior would normally 
not be considered an intraotion even it occurring, or where 
the behavior items listed are not applicable. 
In order to give a more concise analysis, the prob-
lems were grouped in the same manner in which they were used 
in the second part of the study, and the data were compiled 
categorically as shown in Table II. The categories were set 
up in the following manner: 
I. Problems relating to violations ot classroom 
disorder (disturbing others, making excessive 
noise, attracting attention, talking, etc.) 
II. Problems relating to difficulties with authorities 
• 
or rules (disobedience, chewing gum, writing 
notes, being rude or discourteous to the teacher) 
This category included Items 12 through 16. 
III. Problems relating to ditticulties in application 
to school work (being inattentive, doing careless 
work, being late, being unprepared) Behavior 
Items 17 through 21 were included in this cate-
gory. 
IV. Problems relating to immorality (taking articles, 
being careless with property, cheating, committing 
sex ottenses, lying, using profanity, truancy) 
In this category were listed Items 29 through 36, 
and Item 39. 
v. Problems relating to or describing aggressive and 
antagonistic personality traits (quarreling, tale 
bearing, being rude or discourteous to other chil-
dren, etc.) Included in this category were Itans 
22 through ~e, and Items 37 and 38. 
VI. Problems d•seribing withdrawing and recessive 
personality traits (shyness, etc.) For this cate-
gory there were no separate behavior items listed. 
While such problems do occur in the classroom, 
they are not actually concerned with what teachers 
ordinarily call discipline. 
:::.a 
"' 
TABLE II 
NUMBERS AND PERCENTAGES OF RESPONSES SHOWING THE 
RESPONSIBILITY OF TEA.CHEBS, PRINCIPALS, AND 
TEACHER AND PRINCIPAL TOGETHER AS 
ARRANGED BY CATEGORY 
Category 
Number 
I. Classroom 
disorder 
(Items 1-11) 
II. Difticul-
-ties with 
authorities (Items 12-16) 
III. Ditticul-
ties in 
application 
to school 
work (Items 17-21) 
·-
IV. Immoral-
ity (Items 29-36; 
39) 
v • .Aggres-
sive and 
antagonistic 
personality 
traits (Items 22-28; 
37 & 38) 
Total 
Teacher 
Responsi-
bility 
Principal 
Responsi-
bility 
Responsi-
bility 
ot Both 
No. of % of No. of ~ of No. of % of 
Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. Tchrs. 
730 92 2 .3 61 7.7 
281 81.6 'I 2 56 16.3 
292 77.8 13 3.4 70 18.7 
I 
I I 
I 
I 
I 
208 31.2 I 118 17.7 340 51 
I 
448 66 I 21 3.1 210 30.9 
1959 68.6 161 5.6 737 25.7 
43 
Total 
in 
Cate-
gory 
793 
344 
375 
666 
679 
2857 
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The data compiled by category as shown in Table II 
indicates a little more clearly wherein lies the responsi-
bility ~or discipline. In all categories, excepting Cate-
gory IV, in which the problems are relative to immorality, 
the number of responses indicating that the teacher should 
be responsible far outnumber those which would place the 
responsibility tor this type ot problem on the principal. 
Ot seven hundred ninety-three responses on all items in this 
category, seven hundred thirty named the teacher as respon-
sible, while. only two were tor principal responsibility 
alone. In Category II, the responses for teacher responsi-
bility numbe~ed two hundred eighty-one out of three hundred 
forty-four, with seven tor principal responsibility and the 
other fifty-six naming both teacher and principal as being 
responsible. The number of responses naming the teacher as 
responsible in Category III was two hundred ninety-two as 
compared wi~h thirteen tor principal responsibility and 
seventy tor both teacher and principal. For Category V, the 
responses were four hundred forty-eight tor teacher responsi-
bility, twenty-one tor principal responsibility, and two 
hundred ten tor both principal and teacher responsibility. 
In Category IV, however, the responses for teacher responsi-
. . 
bility numbered two hundred eight, as against one hundred 
eighteen tor principal responsibility and three hundred forty 
tor both teaeher and principal. 
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In the second part of the study, treatments or 
methods of discipline which have actually been used and are 
still being used in classroom situations to remedy behavior 
problems were listed in the following manner: 
1. Physical (shook, whipped, turned child around, 
etc.) 
2. Censure (scolded, threatened, ridiculed, glared 
at, wrote name on board, required to put head 
down) 
3. Overtime or extra work (kept in, required child to 
repeat work, assigned writing or other unrelated 
work) 
4. Deprivation (changed child's place, deprived child 
ot group activity, denied a privilege, took the 
article, forced child to return article, destroyed 
work) 
5. Ignoring 
6. Verbal appeal (reason, social welfare) 
7. Reward through social approval 
a. Explanation or assistance in meeting the situation 
(suggested a pleasurable phase of activity, taught 
how to meet this situation, offered to help with 
work, repeated directions, suggested another 
activity) 
9. Reward through privilege 
,;a,. w 
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For evaluation purposes, it was requested that the 
participants in the study make their recommendations in 
relation to the success ot the treatment and the frequency 
ot usage. In this section of the study, more than one 
treatment could have been suggested for any one category of 
problems; and it was also possible that the same treatment 
could have been recommended tor more than one category. T.he 
tabulation and analysis for this section ot the study may be 
tound in Tables III, IV, V, and VI. 
In treating problems relating to classroom disorder, 
Category I, the greatest number of responses for the most 
successful treatments indicated treatment #6, or verbal 
appeal, followed by #4, deprivation !!! .!2!'!:! !2I!!• T.he same 
choice was made for the treatments recommended for most 
frequent use. 
Ranking first in the treatment suggested for success 
in dealing with problems concerned with difficulties with 
authorities, or Category II, was #6, verbal appeal, followed 
by #B, explanation 2£ assistance !! meeting ~ situation, 
and then by #4, deprivation 2:£.. .!.2!!! !2.e· The same order 
prevailed for frequency ot use in this category. 
The most successful and most frequently used treat-
ments recommended for problems relating to difficulties in 
application to school work or Category III were /iS, explana-
!!2a 2£ assistance !! meeting ~ situation; #3, overtime 2£ 
r J~ 
\ 
TABLE III 
NUMBERS AND PERCENTAGES OF TREA'IMENTS RECOMMENDED 
AS BEING MOST SUCCESSFUL, BY CATEGORY 
Treatment C§.tegorie_~_ 
I II III IV v 
-·- .. 
·-
-·- ... 
,-
-·- ... 
·- -·-· ·-
_,. __ 
,-
1. Physical 1 .a 1 1 
2. Censure 11 10 9 9 3 3. 3 3 8 7.7 
3. Overtime or extra work 10 9 11 11 21 2l.S 2 1.9 
4. Deprivation 27 24 16 15 3 3 14 15 7 6.7 
5. Ignoring 5 4.4 1 1 3 2.9 
6. Verbal appeal 34 30 39 37 20 20.8 33 35 33 32 
7. Reward through social 10 9 8 8 9 9 12 13 18 17.4 
approval 
8. Explanation or 
29 I 28.7 assistance in meeting 11 10 18 17 39 40 28 28.7 
the situation 
9. Reward through 2 1.7 3 3 1 1 2 2 4 3.8 
privilege 
VI 
-·- ... 
·-
I 
1 1 
14 14.8 
32 34 
I 
34 36 
13 13.9 
, 
Total 
-·-. 
·-
2 .3 
34 6 
14 2.4 
67 11.7 
10 1.7 
173 30.2 
89 15.6 
158 27.6 
25 4.4 
~Po 
..:1 
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extra ~; and lf6, verbal appeal. 
For problems relating to immorality, Category IV, 
the two most recommended treatments were #6 and #8 for both 
successful and frequent usage; and for problems relating to 
or describing aggressive or antagonistic personality traits, 
the top recommendation for both success and frequency was 
treatment #6, verbal appeal. For this category, treatments 
#8 and 7 were noted for most success, but their order was 
reversed as being most frequently used. 
It may be noted that in treating problems which 
related to or described withdrawing or recessive personality 
traits, the first five treatments were not even suggested; 
and here, once again, treatment iS was considered as fore-
most for being most successful and most frequently used, 
followed very closely by #7, reward through social approval. 
Attention is also called to the few responses which recom-
mended treatments #l and 2 for either success or frequent 
usage. 
For problems relating to difficulties in application 
to school work, Category III, treatment IS or explanation 2£ 
assistance !e meeting ~ situation ranked first, with 
treatment #3, overtime ~ extra !2I£, rating second. The 
selection of these two treatments was the same for success 
and frequency for this category. 
~ 
I I tJ.iJ \, , 
TABLE IV 
NUMBERS AND PERCENTAGES OF TREATMENTS RECOMMENDED AS MOST FREQUENTLY 
USED, A.RBANGED BY TYPES OF PROBLEMS OR CATEGORIES 
Treatment . _Categories 
I II III IV v tl 
_ .. __ 
-
_.,_ .. 
-
-·-- - -·-- .. - -·-. - -·--
-
1. Physical I 1 1.1 11 1.2 1 1.~ 1 1.2 1 1.2 
2 •. Censure 9 10.2 9 10.8 4 4.e 4 5 11 13.4 
3. Overtime or extra 10 11.3 81 9.6 18 23 3 3.6 5 6 
work i 
4. Deprivation 18 20 14 16.8 
5. Ignoring 4 4.5 1 1.2 1 1.2 4 4.8 
i 
6. Verbal appeal 23 26.1 29 35 18 23 26 33 20 24.3 16 20 
7. Reward through 11 12.5 7 8.4 9 11.2 18 22.5 19 23.1 27 30 
social approval 
a. Explanation or 
assistance in 9 10 10 12 24 30 22 27.5 15 18.2 32 35 
meeting the 
situation 
9. Reward through 3 3.4 4 4.8 5 6.2 5 6.2 6 7.2 13 14 
privilege 
/~ 
Total 
--- ~ 
-
5 1 
37 7.5 
44 8.9 
32 6.5 
10 2 
132 24.7 
91 18.4 
112 22.7 
36 7.3 
~ 
U) 
, 
• • 
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Treatment 14, deprivation, was selected as being most 
successful by a fair number of respondents for Categories I 
and II, and as being used most frequently for problems in 
the same categories, but was not chosen as a treatment to be 
used often in the remaining tour categories. 
The least successful treatment tor all categories as 
shown in Table V is #2, censure, with the #l treatment, 
physical toree, considered as the next least successful. 
This rating was just the reverse tor frequency of use as 
shown in Table VI. This would tend to give the impression 
that these punitive forms of disciplinary treatment are 
disappearing from the schools ot today • 
Cl.l () b:J 
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Treatment 
1. Physical 
2. Censure 
TABLE V 
NUMBERS AND PERCENTAGES OF TREATMENTS RECOMMENDED 
AS BEING LEAST SUCCESSFUL, BY CATEGORY 
Categories 
I II III IV v 
---
-
--- -
_ ... _-
- -·- ... - . -
19 22 19 21 20 22.2 20 22.7 17 21 
31 36 25 28 28 31 27 30.6 26 32 
-
3. Overtime or extra 6 6.9 9 10 16 17.'1 12 14 11 13.4 
work 
4. Deprivation 4 4.6 7 '1.8 6 6.6 8 9 I 3 3.6 
5. Ignoring 14 16 14 15.7 10 11.1 16 18.1 9 11 
6. Verbal appeal 4 4.6 5 5.6 1 1.1 2 2.2 5 6 
7. lleward through 2 2.3 3 3.3 1 1.1 2 2.4 
social approval 
e. Explanation or 
assistance in 3 3.4 1 
-1 2 2.2 1 1.1 1 1.2 
meeting si tua-
tion 
9. Reward through 3 3.4 6 6.7 5 5.5 2 2.2 9 11 
privilege 
- -
20 
26 
2 
6 
18 
4 
1 
1 
3 
VI 
-
25 
32 
2.4 
7.2 
22.2 
5 
1.2 
1.2 
3.6 
~ 
01 
1-' 
, 
~ 
TABLE VI 
NUMBERS AND PERCENTAGES OF TREATMENTS REO O:MMENDED AS BEING 
.LESS FREQUENTLY USED, ARRANGED ACCORDING 
TO TYPES OF PROBLEMS OR CATEGORY 
Treatment Categories 
I II III IV v 
--- - - -
-
-·--
- . -
- -
1. Physiaal I 53 i 58.5 49 50 51 56.6 50 57.4 48 55.8 
I 
2. Censure 13 1 14.4 17 17.3 13 14.4 13 14.8 16 18.5 
I 
I 
3. Overtime or extra 5l 5.5 5 5 4 4.4 1 1.1 3 3.4 
work I 
4. Deprivation 2 2.2 3 3 4 4.4 2 2.3 6 6.3 
5. Ignoring 81 e.a 11 11.2 10 11.1 14 16 7 8.1 
6. Verbal appeal 2 i 2.2 1 1 1 1.1 
I 
I 
' 7. Reward through 3i 3.3 2 2 2 2.2 3 3.4 1 1.1 
social approval I i 
I 
e. Explanation or : 
assistance in l I 1.1 l 1 1 1.1 
meeting situation I 
I 9. Reward through 3 3.3 9 9.1 5 5.5 4 4.6 5 5.5 
privilege 
VI 
- -
47 
21 
4 
6 
14 
1 
1 
,._ 
50 
22.3 
4.2 
6.3 
14.8 
1 
1 
(~ 
01 
"' 
53 
In ~able VII, which is a complete tabulation of data 
tor this section of the study, it may be easily discerned 
that the treatments recommended tor success and frequent 
usage were #6, verbal appeal, #8, explanation ,2,;: assistance 
~meeting !a! situation, and #7, reward through social 
approval, which are considered as being constructive or 
positive forms of discipline. ~reatment #9, or reward 
through privilege, was evidently not considered to be ot any 
great value as the percentage of responses recommending it 
tor success and frequent use indicates. It also comes to 
the attention in Table VII that treatment #5, isnorips, 
-
although not actually a punitive measure of discipline, is 
evidently little used and is considered tar from being sue-
eesstul. 
In Table VIII, there is a distinct comparison between 
constructive or positive forms of discipline and punitive 
measures. For being most successful, the constructive meas-
ures are recommended with a percentage of 75.5, as opposed 
to the punitive treatments which rate 24.5 per cent. When 
we turn the issue around as to least successful methods, we 
find a similar comparison with constructive discipline rat-
ing 28.4 per cent, as against punitive measures with 71.6 
per cent. The ratio is similar when comparing them in fre-
quency ot use, showing tor most frequently used a comparison 
ot 76 per cent tor positive measures and 23 per cent tor 
1. 
'· 3. 
4. 
5. 
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TABLE VII 
OOMP.ARISON OF SUCCESS AND F:REQ,UENCY OF TREATMENTS 
BY NUMBER AND PERCENTAGE . 
Most Least Most Least 
Treatment Successful Successful Frequently Frequentl7 
Used Used 
No. ~ No. ~ No. ~ No. ~ 
Physical 2 .3 115 .3 5 .9 298 54.5 
Censure 34 5.6 163 31.5 37 7.2 93 17.2 
OVertime or 44 7.3 . 56 10.9 44 8.5. 22 4 
ertra work 
Deprivation 67 11.1 34 6.6 32 6.2 23 I 4.2 
I Ignoring 9 1.5 81 15.7 10 1.9 64 11.7 
I 
6. Verbal appeal 173 28.6 21 4 141 27.4 5 .9 
7. Reward through 89 14.8 9 1.7 91 17.7 11 2 
social approval 
a. Explanation or 
assistance in 158 26.2 9 1.7 112 21.8 3 .5 
meeting situa-
tion 
9. Reward through 25 4.1 26 5 36 7 27 4.9 
privilege 
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punitive, while tor the least used, positive forms are 20.1 
per cent, as against 79.9 per cent tor punitive measures. 
It is apparent fran this comparison, that positive 
measures ot discipline are, beyond doubt, much more success-
ful than punitive measures and are used much more frequently 
in the classroom. 
TABLE VIII 
COMPARISON BY NUMBER AND PERCENTAGE OF 
CONSTRUCTIVE .AND PUNITIVE MEASURES 
Most Least Most Least 
Successful Sucoess:f'u1 Frequently Frequently 
Used· Used 
Treatilent No. ~ No. ~ No. ~ No. ~ 
Constructive 
Treatments 454 75.5 146 28.4 390 76 110 20.1 
5-9 
Punitive 
Treatments 147 24.5 368 71.6 118 23 436 79.9 
1-4 
CHAPTER V 
SUMMARY 
The primary purpose ot the study was to determine the 
responsibility of the elementary principal in disciplinary 
matters and learn what methods are recommended as being most 
effective in controlling and maintaining discipline. 
After an instrument was prepared and approved, a let-
ter was compiled and sent to the superintendent of twelve 
Massachusetts cities and towns, with a copy of the instru-
ment, seeking permission to carry on the study in the various 
communities. 
As permission was received, the instrument was dis-
tributed to the elementary principals and teachers of the 
seven Massachusetts communities which had agreed to partici-
pate in the study; twenty to principals and ninety to 
teachers. 
As the data received from the replies were compiled, 
it became evident that the majority of responses placed the 
responsibility for the maintenance and control of discipline 
primarily upon the classroom teacher. There seemed to be no 
question but that the teacher is directly responsible tor 
any of the various behavior problems which may occur relative 
to violations of classroom disorder, difficulties with 
,. authorities, and difficulties in application to school work. 
-. ....._ ___ _ 
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Responses tor items ot behavior pertaining to these problems 
ranged tram 22 per cent to 98.7 per cent tor teacher respon-
sibility. 
Seventy-five per cent, or better, ot the teachers 
responding telt that the behavior problems listed below were 
definitely the responsibility ot the teacher: 
1. Pailing to be reasonably still in seat 
2. Pailing to remain in seat 
3. Making noise in general (entire class) 
4. Making noise in general (one or two children) 
5. Making noise with mouth (singing, humming, etc.) 
6. Making noise with :teet 
7. Talking during the lesson 
a. Talking out ot turn 
9. Talking during a silent study period 
10. Talking during dismissal 
13. Ignoring directions 
14. Chewing gum or tood 
15. Writing notes 
17. Being inattentive in study period 
18. Being inattentive in class 
19. Being careless or untidy in the work 
20. Being unprepared with the work 
23. Interfering with the work of others 
25. Pailing to follow rules of the class or gEme 
26. Disagreeing over sharing 
27. Tale bearing 
28. Being rude or discourteous to other children 
31. Cheating 
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From the previously mentioned categories ot behavior 
problems--viol•tions ot classroom disorder, difficulties 
with authorities, and difficulties in application to school 
work--only tour items included in these three categories 
were considered to be the responsibility of the teacher in 
less than 70 per cent ot the responses. These items are as 
follows: 
11. Talking during exchange of classes (not considered 
as an infraction by many) 
12. Responding slowly 
16. Being rude or discourteous to the teacher 
21. Tardiness tor school 
Between fifty and seventy-five per cent of the 
responses considered the following items to be the class-
room's teacher's responsibility: 
"" 
11. Talking during exchange ot classes 
12. Responding slowly 
30. Being careless with property 
34. Being slow to acknowledge guilt, or lying 
37. Temper outbursts 
Considered as the responsibility of the teacher by 
twenty-five per ee~t or less were the following items: 
21. Tardiness tor school or class 
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24. Throwing ot and striking with sticks and stones 
or other articles 
29. Taking articles or stealing 
32. Masturbation 
33. Indecency in boys' or girls' rooms 
36. Truancy 
39. Obseene notes or pictures 
Selected as being the responsibility ot both princi-
pal and teacher by more than titty per cent ot the responses 
were the following behavior items: 
21. Tardiness tor school or class 
22. ~uarreling with other children, pushing, kicking, 
etc. 
24. Throwing and striking with stones or other 
articles 
29. Taking articles or stealing 
32. Masturbation 
35. Indecency in boys' or girls' 
35. Using prot ani ty 
38. Bullying, tormenting, teasing 
39. Obscene notes or pictures 
The only behavior item tor which 
rooms 
the principal was 
considered to be responsible in better than titty per cent 
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of the responses was Item 16, truancy. 
A logical conclusion to be drawn trom this would be 
that problems directly concerned with the classroom situa-
tion are the responsibility ot the classroom teacher, while 
behavior occurring outside the classroom is considered to be 
the responsibility of both principal and teacher, as well as 
any behavior problems relative to immorality and aggressive-
ness. 
Because soma ot the behavior items presented for 
consideration were not pertinent either to a particular 
grade or a particular school, they were checked as not being 
an infraction. The following list gives the items designated 
by eleven per cent or less ot the responses as checked in 
this manner: 
1. Failing to be reasonably still in seat 
2. Failing to remain in seat 
3. Making noise in general (entire class) 
4. Making noise in general (one or two children) 
5. Making noise with mouth (humming, singing, etc.) 
6. Jlaking noise with teet 
8. Talking out ot turn 
10. Talking during dismissal 
11. Talking during exchange ,ot class 
15. Writing notes 
17. Being inattentive in study period 
26. Disagreeing over sharing 
27. Tale bearing 
34. Being slow to acknowledge guilt or lying 
£!so included in this classification was Item 12, 
responding slowlz, cheeked by thirty-six per cent ot the 
respondents. 
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In the second part ot the study which was concerned 
with the types ot treatment considered as most successful, 
most frequently used, least successful, and least used, it 
is apparent that the negative types ot treating discipline 
are much in the background. 
The treatments Which were ottered tor consideration 
were methods ot discipline which have been used in many 
classrooms, and which have proved effective in numerous 
cases. 
1. Physical (shook, whipped, turned child around, 
etc.) 
2. Censure (scolded, threatened, ridiculed, glared 
at, wrote name on board, required to put head 
down) 
3. Overtime or extra work (kept in, required child to 
repeat work, assigned writing or other unrelated 
work) 
4. Deprivation (changed child's place, deprived ehild 
' 
ot group activity, denied a privilege, took the 
• 
article, forced the child to return article, 
destroyed work) 
5. Ignoring 
6. Verbal appeal (reason, social welfare) 
7. Reward through social approval 
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s. Explanation or assistance in meeting the situation 
(suggested a pleasurable phase of activity, taught 
how to meet this particular situation, offered to 
help with work, repeated directions, suggested 
another activity) 
9. Reward through privilege 
The most frequently used treatments tor all types ot 
problems, excepting those related to recessive personality 
traits, were #6, verbal appeal (reason, social welfare) and 
(Je, explanation .2£ assistance ,!!. meeting .:!ill! situation. For 
behavior problems relating specifically to the classroom 
situations, treatment #4, deprivation, was also used fre-
quently. It is called to the attention ot the reader that 
the most successful treatments were reported in much the 
same manner, with little outstanding variation in frequency 
ot use or frequency ot success. 
Physical. torce, Iporiy, and Reward throug)l special 
privileges were reported least frequently ot all measures, 
leading to the conclusion that apparently the schools are 
4t striving to substitute the positive or constructive forms ot 
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discipline for the negative measures of former years. 
Physical force was recommended by only two participants in 
the study as being most successful, and only five suggested 
it as being most frequently used. The inference from this 
would seem to be that physical punishment is a measure ot 
little value as compared to other types of treatment which 
tend to produce more desirable results. 
It had been anticipated that there might be contribu-
tors to the study who would hesitate to offer general 
recommendations such as included in the instrument, due to 
the feeling that each situation is different and must first 
be analyzed in order to determine the cause of such behavior 
before attempting to administer any treatment. This proved 
to be the case; and several participants in the study sug-
gested that in attempting to analyze the situation, 
information should be sought from various sources such as: 
psychological and psychiatric testing, physical examination, 
guidance counsellor (it any is available), school nurse, 
home investigation, parent-teacher conferences (highly 
recommended in several instances), and close study ot con-
tributing classroom and environmental factors. One school 
reported that because ot such close contact with the hame 
and parents, as well as individual treatment ot behavior 
problems, results have proven to be most satisfactory and 
~ discipline is excellent. 
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It has been agreed that discipline is an important 
responsibility connected with school work, for without dis-
cipline, it is impossible to teach. Because discipline is 
such an important phase of child growth and development, and 
the classroom teacher is responsible for growth and develop-
ment of the child, it is logical to assume that the classroom 
teacher is therefore responsible for discipline. It is a 
responsibility that cannot be avoided by relegating the 
unpleasant oases to the principal, as this would in reality, 
be an acknowledgment and open admission of inability on the 
teacher's part to cope with the situation. It is seemingly 
better for the teacher to use his awn judgment in dealing 
with the problem immediately even if at the time, he may 
feel himself inefficient. 
It is conceded, as many brought out, that the effec-
tiveness of the treatment used varies with the individual 
child, and that there can be no clearly formulated policy ot 
delegating any special type of treatment to specific in41vit-
uals. Disciplinary treatment in any form must take into 
consideration the significance ot the disorder in relation 
to the personal development of the child. 
While the study determines that the responsibility 
tor discipline in the elementary school lies primarily with 
the classroom teacher, and does recommend treatments which 
.. have been found to be successful in the maintenance and 
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control ot discipline in many instances, it does not 
designate any specific procedures to follow in order to 
secure desirable behavior. It becomes obvious that teachers 
need assistance in detecting in behavior, symptoms ot deeper 
needs, and in providing classroom situations in which the 
child will be guided in facing the problems ot reality. 
Undesirable behavior should be used as a guide tor 
intelligent consideration ot a child's needs and tor his 
readjustment rather than as a basis tor punishment. With 
this in mind, it sounds reasonable to conclude that while 
punishment may have same educational and remedial value, it 
is generally speaking, out ot harmony with the contemporary 
educational philosophy, and is usually ineffective in 
solving the basic and underlying adjustment problem. 
It was found that little study has been done on 
classroom observation to find out how teachers meet trouble-
some situations, and a suggestion was proterred that a study 
might be done inquiring about what is being done by princi-
pals and teachers ot a preventive nature, in order to 
eliminate some ot the existing behavior problems. 
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Under the guidance of Dr. Chase e.nd Dr. Anderson of Bosto:n 
University, Study# 1 is b~sed on Disciplinary ~ethods ~sed by 
Elementary Principals. 
'~he investigator is interested in identifying items of 
behavior which ere considered by principals and teachers as in-
fractions, wherein lies the responsibility for administering 
methods of tree.tment, and which treetments prove to be most 
effective. 
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Will you please assist the investigator of this study by 
checking in the accompanying instrument the colUE~s which best 
express your opinions concerning discipline, and behavior problems. 
Please be frank i:tl your opinions. Your replies will be 
anonyrr.ous since the investigator is not concerned with names of 
teachers, nor individual schools, but with the identification 
of infractions and determining wherein lies the responsibility 
for the administration of disciplinary treatment in the various 
cases. 
If there are other behavior problems not listed which you 
think should be included, would you please add them to the list 
of behavior problems and check the columns for it • 
• 
• 
7S 
AN EVALUATION OF TREA:'LEN·:r OF BEHAVIOR PROBLEMS 
IN THE ELENENTARY SCHOOL 
Study number 1, under the guidance of Dr. Chase, is on Disciplinary 
methods used by elementary principals. The following statements 
summarize methods which have been suggested ana used in actually 
dealing with problems of conduct in school. The investigator of 
study # 1 wishes to have these methods evaluated and would be 
grateful for your help. 
1. Write opposite each type of problem the number or numbers of 
the treatments which you consider most successful for that 
type of problem. 
2. Write op~osite each type of problem the number or numbers of 
the treatments which you think should be used most frequently. 
J. Write opposite each type of problem the number or numbers of 
the treatment which you think is le8st effective. 
4. Write opposite each type of problem the number or numbers of 
the treatment which you think should be used least. 
5. If you wish to suggest other treatments, other than those 
listed, add your treatments to the list in the space provided. 
The back of the sheet may be used if additional space is needed. 
Write the number in the space opposite the type of problem to 
which it applies. 
6. You may use more than one solution for any problem. . You may 
use any solution more than once. 
1. 
2. 
). 
4. 
.5. 
IJ. 
7~ 
B. 
Treatments applied to Behavior Problems 
Physical (Shook, whipped, turned child around) 
Censure (Sc.olded, threatened., ridiculed, glared at, wrote name 
~n board, required to put head down.) 
Overtime or extra work (Kept in, required child to repeat work, 
assigned writing or other unrelated work.) 
Deprivation (Changed child's place; deprived child of group 
activity, denied a privilege, took the article, forced child 
to return article, destroyed work.) 
Ignoring 
Verbal appeal (Reason, social welfare.) 
Reward through social approval. 
Explanation or assistance in meeting situation (Suggested a 
pleasurable phase of activity, taught how to meet this situa-
tion, offered to help with work, repeated directions, suggested. 
another activity.) 
Reward through privi~ege • 
• 
• 
BEHAVIOR PROBLE~'"S IN TT1E ELEMENTAR"" SCHOOL 
Problem 
1. Problems relatin~ to 
violations of classroom 
disorder (Disturbin~ 
others, making excessive 
noise, attracting 
attention, talking) 
II. Problems rele ting to 
difficulties with 
authorities or rules 
(Disobedience, chewing gum, 
writing notes, being rude 
or discourteous to the 
teacher) 
III. Problems relating to 
difficulties in applica-
tion to school work 
(Being inattentive, doing 
careless work, being late, 
being unprepared.) 
IV. Problems relatin~ to 
immorality (Takin~ 
articles, being careless 
with property, cheating, 
committing sex offenses, 
lying, using profanity, 
truancy.) 
V. Problems relating to 
or describing aggressive 
and antagonistic person-
ality traits (Quarreling, 
tale bearinr,, being rude 
or discourteous to other 
children.) 
VI. Problems describing 
withdrawing and recessive 
personality traits, 
(Shyness, etc.) 
Treatments recommended for 
most 
success 
most 
frequent 
success 
least 
success 
74 
least 
use 
• 
• 
Supervising Prin._ Teachin~ Prin. Teacher 
MtJ.e_ Female_ -
CLASSROOM BEHAVIOR PROBLEMS 
1. Failing to be reasonably 
still in seat. • ••• 
2. Failing to remain in 
seat • • • • • • • • • 
3. Making noise in general 
(entire class) • ~ • ,, 
4. Making noise in general 
(one or two children). 
5. 
Function 
of 
Principal 
Function 
of 
Teacher 
75 
Grade 
--
Making noise with mouth 
{singing, humming, etc) ··-·--···--t---~--------~---
6. Making noise with feet~~ 
7. Talking during the lesson 
8. Talking out of turn ••• 
9. Talking during a silent 
study period • • • • • 
10. Talking during dismissal 
11• Talking during changing 
of classes. • • •••. 
12. 
13. 
14. 
15. 
Responding slowly •• 
Ignoring di.reo tiona. 
I • Chewing gUm or food. 
Writing notes •••• 
• • 
• • 
• • 
• • 
16. Being rude or discour-
teous to the teacher • 
17. Being inattentive in 
study period •••••• 
18. Being inattentive in 
class ••••••••• 
19. Doing careless or untidy 
work •••••••••• 
20. Being unprepared with 
work •••••••••• 
21. Tardiness for school or 
class ••••••• •• 
! 
76 
.1.J" .... I Not ~unction iFunction Function Considered 
CLASSROOM BEHAVIOR PROBL1~S of I I of of an 
Principals)Teacher Both Infra::ticn 
22. Quarreling with other I 
children, pushing, I 
kicking, etc. • • • • • I 
Interfering with work of I i 23, 
others. • • • • • • • • • ! 
' I 24. Throwing and striking 
with stones or other I 
articles. • • • • • • • 
25. Failing to follow rules . 
of class or game. • • • 
26. Disagreeing over sharing. 
27. Tale bearing. • • • • • • 
28. Being rude or discourteous 
to other children • • • 
29. Takins nrticles or 
stealing. • • • 
' 
• • • 
30. Being careless •lth 
property. • • • • • • • I 
31, Cheating. • • • • • • • • 
32. Masturbation. • • • • • • 
-
33. Indecency in boys' or I p:irls' rooms. • • . • . 
34. Being slow to acknowledge 
guilt or lying. • • • • 
35. Using profanity • • 
! 
• • • 
36. Truancy • • • • • • • • • 
37. Temper outbursts. • • • . 
38. Bullying, t ormen ti ng, 
teasing • • • ' • • • • 
39. Obscene notes and talk or I pictures. • • . • • . • 
